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INTRODUCTION
Vanna Boffo, Nicoletta Tomei
This Guide aims to offer a framework for supporting higher education 
students towards the acquisition of an initial set of important tools for entering 
the labour market. We considered the transition process faced by students in 
master’s and doctoral study courses at the end of their programmes. We turned 
to the academic staff who accompany the construction of disciplinary compe-
tences because we believe that building a sound competence toolbox for each 
individual is necessary to reflect not only on professionalization, but also on 
the transversal tools, that prepare the professionalization itself.
The rationale behind the Guide
Knowing how to enter the labour market is very important in order to 
facilitate an appropriate, and potentially the most beneficial, transition to pro-
fessional contexts. ‘Transition’ is an educational category that recalls vital steps 
of individuals and identifies the turning point among the roles of students, 
trainees, and professionals capable of leading their career path and, in some 
cases, also the career paths of others.
The literature on adult learning and education tends to deal with transition 
as an integral part of the adult development process (Mezirow, 1986, 1991). 
However, the attention on the meaning of inner changes and needs for person-
al and professional transformation have rarely been taken into consideration 
alongside the learning dimension. Therefore, the following pages intend to of-
fer the academic staff - but also the undergraduate and postgraduate students 
- a guide with a major focus on these dimensions within the theme of work, 
which is a central theme for young adults and adults in general.
Career development, job-seeking, and work exploration are educational 
experiences and they should be an integral part of adult learning and educa-
tion. Reflecting on such important aspects of human life is a duty for research-
ers in the fields of training and education.
To address the transition properly, it is necessary to know how to look 
back in time and space, but also understand how to build tools, attitudes, paths 
and learning evidence. Particularly in the areas of adult learning and education 
it is necessary to know what you want to achieve and how to get there, in order 
to create awareness, and the certainty of responsible and autonomous growth. 
The tools that help this process are important, but even more essential is the 
ability to reflect on and deepen inner motivations, life choices, and expecta-
tions for the future.
The path that the Guide delineates can be viewed as a narrative, which 
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goes from a personal story to the development of entrepreneurial mindsets by 
individuals, who at the end of the studies, must find their own place in the 
world.
The structure of the Guide
The first chapter represents the starting point and intends to answer the 
following question: which type of stories can help students to reflect on their 
professional future? Since storytelling is a central element for self-construction, 
the chapter shows the link between personal and other professional stories. 
Professional stories teach us what cannot be studied in textbooks: reflections 
and experiences that can guide students towards their future work. The chap-
ter also reminds us that storytelling and narration are experiences that can be 
helpful to human beings for self-care and consideration for the future.
The second chapter offers a general overview of the meaning of employa-
bility as a concept explored by two British educators, Maintz Yorke and Peter 
Knight (2004, 2006, 2012). By challenging the separation of academic curricula 
and the labour market, they have proposed an understanding of employability 
not as a category that only pertains to the domain of economics and politics, 
but rather as a concept underlying the development of human beings and their 
ability to participate in the world of work as well as in the world of life.
Nowadays, the realignment of academic curricula and understanding the 
role of the most important tools for entering the labour market has facilitated 
them bringing these a step closer to each other. Skills are considered to be one 
of these tools. Therefore, knowing conceptual distinctions between terms such 
as ‘knowledge’, ‘skills’, and ‘competences’ is very important. The third chapter 
intends to answer the following question: what are the technical and trans-
versal skills for an adult learning and education professional? Over the past 
decade, the OECD has carried out several research studies on skills, confirming 
their crucial role for the future development of countries. Unrevealing this com-
plex topic shows how the question posed by this chapter is not trivial and in 
which ways the response can be innovative, despite the fact that the topic has 
been debated for decades.
The fourth chapter represents a toolbox that can support students enter-
ing the labour market. It analyzes the most common roles in the professional 
family of adult learning and education. Upon review of the European master’s 
courses, these are: (1) coordinator of education and training services, (2) edu-
cator and trainer, (3) instructional designer, and (4) career manager/counselor. 
Each of these roles is described in a ‘job profile’ which identifies a set of skills 
for carrying out the profession. Even if they do not exhaust the wide and varied 
field of adult learning and education, they represent a good descriptive basis 
that can help students to get an overview of the vast array of online references 
that are included into the chapter and aimed at seeking an open position in the 
IntroductIon
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field. Insights on how to write a Curriculum Vitae, draw up a cover letter, and 
create a profile on the main social networks for professionals are also provided.
The fifth chapter is a ‘guide within the Guide’ since it offers an in-depth look 
into an interesting - but not yet very widely used - tool: the ePortfolio. The con-
cept of a Portfolio was developed several decades ago, but only recently started 
to be adopted by university career services. It is an important tool because it 
has a highly reflective value and represents a ‘narrated’ collection of what char-
acterizes an educational path: the skills gained during the university experience 
can take on new and unprecedented meanings for the professional contexts, 
representing an important backdrop to one’s career as an adult learning and 
education professional. 
Finally, the sixth chapter leads to an even more innovative theme for adult 
education: entrepreneurship education. Scholars have identified various ways 
of developing entrepreneurship education. We decided to focus on an inter-
personal perspective to develop an entrepreneurial attitude among students 
towards their life choices. Being entrepreneurial means being able to lead one’s 
own lifepath with tenacity and sagacity. In order to know how to do this, it is 
essential to discover a proactive, engaged attitude towards life and the world.
 Final remarks
At the end of each chapter there are some exercises proposed as student 
assignments. We believe that the empirical use of the theoretical content by the 
students can help facilitate achievement of skills and competences.
 A key message that we would like to convey throughout this Guide is the 
urgency to create a stronger relationship between theory and practice, thoughts 
and actions, reflection and experiences. As Dewey has clearly highlighted and 
as Knowles, Kolb, Rogers, and Mezirow have undoubtedly continued to reflect 
and research upon, learning always comes from experience.
We wanted to offer a framework that can be used by the academic staff to 
prepare the students for the world of work and life - which is often not as it 
was imagined - and facilitate an intense reflection on innovative and transversal 
aspects of professional contexts of adult learning and education that can be 
managed in higher education for the benefits of future professionals.
 

CHAPTER I: THE INTALL PROJECT PRACTITIONERS’ STORIES
Vanna Boffo
Stories are an important aspect of a person’s identity [...]; they are ways in which 
we talk about ourselves as human beings, becoming – to a certain extent – a mir-
ror of these identities. [...] The patrimony of stories that the person has when he/
she is an adult does not only constitute the source of personal stability, or per-son-
al transformations, but becomes, at the same time, a working tool, a compass 
through which it is possible to orient the self.’ (Smorti, 1996, p. 71)
Studies on language and its centrality for the human experience, as well as 
for the formation of subjects, first started with Wittgenstein in philosophy and 
led, thanks to Ricoeur’s mediation, to Bruner’s thesis that any communication 
uses and presupposes a process of narration (Boffo, 2005).
Human beings have always used storytelling for multiple purposes, in-
cluding the transfer of knowledge. In ancient times, this took place through 
stories or songs. However, the essential aspect of storytelling has to do with its 
ability to establish our identity. From this point of view, storytelling is directed 
not towards an external event but towards our own life, reconstructed through 
an autobiographical journey that owes much to the stories to which it was ex-
posed to (Bruner, 1990).
Narrating oneself means re-evoking experiences buried over time, recov-
ering the fundamental passages of emotions and feelings, reconstructing the 
sources of memory, and relating them to one’s present. However, for the nar-
ration to be effective, memory is not enough. It is, in fact, necessary that nar-
rating subjects also devote themselves to listening to the many selves of which 
they are composed, or into which they are fragmented, in order to look at the 
‘drawing’ that emerges from their life and read it as a path of meaning (Bettel-
heim, 1987).
Storytelling is therefore an activity through which humans try to make 
themselves intelligible to themselves and to a potential listener. The possibility 
that the story is directed at someone allows for interpreting this activity also as 
a social fact. From this point of view, sharing a story with those to whom the 
narration is directed, thereby opening it up to their interpretations, encourages 
us to rewrite it through their point of view and ultimately to give us a new form 
and find new orientations in life (Boffo, 2005).
From this perspective, storytelling shapes human life through the process 
of interpretation, self-interpretation, and reinterpretation of experience in the 
social context. Both our own experiences and those of other people only be-
come known by interpreting them from their stories. However, the stories of 
others are often full of voids, which we usually fill using stories we already 
know. This is, according to Bruner (1990), an act of meaning in which the ex-
12
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perience of the others neutralises indeterminacy, ambiguity, and uncertainty in 
our own experience and facilitates our communication with the world.
The search for communication with the world, starting from the attempt to 
give a coherent interpretation of the stories of others in accordance with our 
own humanity, is therefore a search for authenticity and self-listening. For this 
reason, Lyotard states that the knowledge transmitted from these narratives 
- supports internal narrative processes,
- stimulates communication processes essential to learning, and
- bridges the gap between knowledge and action, because it speaks to emo-
tions (Lyotard, 1979).
In this perspective, the potential of storytelling has always been used in 
the humanities and social sciences to collect useful data for research in differ-
ent sectors. This practice led to the definition of a sound research approach 
called narrative inquiry. According to Clandinin and Connelly, narrative inquiry 
is a way of understanding and inquiring into experience through ‘collabora-
tion between researcher and participants, over time, in a place or series of 
places, and in social interaction with milieus’ (Clandinin & Connelly, 2000, p. 
20). Life-stories collected from this type of research lead to a wide range of 
individual, cultural, and professional practices, which include the use of many 






- orally told stories.
 
The main objective of these instruments is to bring out the tacit or im-
plicit personal and social knowledge and the dynamics that determine in-
dividuals’ choices in certain circumstances of personal and/or professional 
life. However, they also enable individuals to take stock and design their 
lives more consciously and responsibly knowing both how to ask the right 
questions about themselves and about the context in which they are placed 
and how to find meaningful answers regarding their own existential jour-
ney.
Among all the techniques mentioned, the interview may be the one most 
suitable to explain, based on the autobiographical narrative collected orally 
by the researcher, what marked the storyteller’s life in work, in study, and 
in personal relationships. These marker events, situated at the intersection of 
personal, professional, and leisure time, are usually considered anticipators 
of transitions, namely changes in position over time and/or space, changes in 
one’s identity profile, and one’s social relations.
chapter I: the IntaLL project practItIoners’ storIes
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Since psychological and educational literature has interpreted work as an 
opportunity and a constraint to the construction of identity, work and research 
have been given the task of contributing to human formation and to the search 
for individuality and future horizons. In this perspective, professional contexts 
have become a privileged area for applying the narrative approach.
Work transitions were initially interpreted in the light of linear progression 
and career stability. Since the 1980s, however, ‘the idealized vision of a tradi-
tional “organizational career” wherein one expected advancement and stability 
within one’s career [has] become an anachronism (Greenhaus et al., 2010, p. 
21). Careers therefore began to be interpreted along a less linear paradigm, 
which no longer requires a single study phase, followed by a period of job 
search and a stable entry into the labour market. Rather, the focus began to 
shift to what allows individuals to
- learn to learn,
- learn to look for work, and
- learn while working, repeatedly throughout life.
 
Following this approach, the INTALL project proposes professional life 
stories of professionals in the adult education sector to inspire participants to 
reflect on the most suitable job placement paths for them and their contextual 
situation.
In order to get the most from them, INTALL has developed a step by step 
analysis guide, that is  summarized below. It can be presented to the students 
as a didactical insight together with the assignments at the end of the chapters. 
Steps for the analysis of a professional story
1. Determine the primary goal of the story
There are three primary goals which define stories, that are linked to pro-
fessional development:
- learning to learn;
- learning to find a job;
- learn while working.
These goals define a continuum along with the knowledge and the skills, 
that can be acquired, the activities and experiences, that are being made and 
the strategies, that are used to take on a different value. All of it concerning 
different types of audiences and to different formats, that are used to convey 
the story.
14
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2. Identify the potential audience
Even where a story mainly represents value to the individual, a profession-
al story can be addressed to different kinds of  audiences: 
- colleagues;
- potential employers;
- students and different kinds of job applicants;
- teachers and/or mentors.
 
The INTALL online stories represent professional stories aimed to inspire 
students and help them to reflect on who they are and who they want to be as 
professionals (goal setting).
3. Reflect on the tool for building the story
In order to build your story, there are a number of existing tools. Storytell-
ers have autonomy in choosing (1) the format, and (2) the contents:
- letters, blogs/diaries, can be usually a suitable format for building an auto-
nomous self-narrative;
- interviews and self-reports are mainly used in the research process to ga-
ther and interpret information;
- CVs, motivation letters and (e)Portfolios are mainly used for professional 
development, and less common as a tool for constructing life stories.
 
The INTALL professional stories use interviews in order to  create narra-
tives and provide the students with useful information.
 
4. Read through the story
Specific elements of a professional story can be found in the INTALL pro-
fessionals’ narratives. INTALL professionals tell us: 
- who they are and where they are from;
- what they do as a professional and where;
- how many jobs they had prior to their current position;
- what achievements helped them on their path;
- which skills helped them progress;
- what others can do to enter in the field.
chapter I: the IntaLL project practItIoners’ storIes
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Fig. 1 - Different examples of professional achievements
5. Start the analysis process
a)  Get informed through the story.
b)  Identify relevant elements of the story. 
c)  Reflect how these elements design a progression path.
d)  Connect with your self.
We will now discuss each of these four paths in more detail. 
 
a)  Get informed through the story.
Get the best from professional stories reading through them.
b)  Identify relevant elements of the story. 
Focus on: 
- the objectives, motivations, expectations and wishes of the interviewee;
- the situations in which he/she makes significant professional choices (as a 
student, as a graduate, postgraduate, etc.);
- the internal or external resources, that he/she used to direct his/her career (in-
clude knowledge, experience & activities, skills & competences and strategies.).
 
c)  Reflect how these elements design a progression path. 
Reflect on the kind of path that can be delineated starting from these ele-
ments. Research suggests that graduates can find a job in the field through: 
- Insertion following the reconstructions of a broken/different study path;
- using knowledge from the internship experiences;
- job placement through entrepreneurship;
- integration into work by study-work continuity;
16
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- insertion through synthesis of previous diversified professional experien-
ces (Torlone, 2010).
d)  Connect with yourself
According to Bruner (1990), reading through a story is an act of meaning in 
which we spontaneously fulfill information gaps, using stories that we already 
know, especially our own stories. Therefore this process of merging our personal 
experience with other experiences is a search for authenticity and self-listening.
Faced with the story of a professional, who talks about his/her journey, 
allowing us a glimpse on how his/her motivations and achievements have 
brought him/her there, the most important things is to ask ourselves who we 
are, what are our achievements in terms of motivations, knowledge, experi-
ences, skills and strategies are and who we would like to be. Comparing that 
with expectations, competences and progression of different professionals, we 
should start a reflexive dialogue which leads us from comparison to a deeper 
self-assessment for professional goal setting. 
Tasks for students
After viewing the video interviews at
https://www.hw.uni-wuerzburg.de/intall/employment-stories/
identify:
1.  the interviewee’s objectives, motivations, expectations, and wishes;
2.  the situations in which they make significant professional choices (as a 
student, as a graduate, as a postgraduate, etc.);
3.  the internal or external resources they used to direct their career (empathy, 
resilience, presence of a mentor, or use of their own social and personal 
network, etc.);
4.  the strategies that can be delineated starting from these elements (inser-
tion following the reconstruction of a broken study path, insertion starting 
from the internship experience, job placement through entrepreneurship, 
integration into work by study-work continuity, insertion through synthe-
sis of previous diversified professional experiences, etc.).
CHAPTER II: EMPLOYABILITY: WHAT IT IS AND WHAT IT IS NOT
Vanna Boffo
As the purpose of this work of collecting and sharing professional stories 
of adult education professionals is linked to the theme of improving work inte-
gration paths for students and graduates, this chapter is aimed at investigating 
the concept of employability.
According to Boffo et al., ‘we believe that employability is a central cate-
gory, starting from which it is necessary to rethink the university educational 
process and through which it is important to decline the curricula of various 
courses of study’ (Boffo, Gioli, Del Gobbo, & Torlone, 2017, p. 162).
In the field of education, ‘research on employability started to be defined 
in the Anglo-Saxon pedagogical literature during the last five years of the last 
century, with an interesting reflection on the relationship between higher edu-
cation and the labour market’ (Boffo, Federighi, & Torlone, 2015, p. 152). This 
research allowed for interpreting employability not only as a result of an indi-
vidual propensity but also as a result of some institutional formative choices in 
terms of personal achievements (Harvey, 2010).
The first perspective informed the definition of employability by Hillage 
and Pollard, according to which employability coincides with ‘the capability 
to move self-sufficiently within the labour market to realise potential through 
sustainable employment. For the individual, employability depends on the 
knowledge, skills and attitudes they possess, the way they use those assets and 
present them to employers and the context (e.g. personal circumstances and 
labour market environment) within which they seek work’ (Hillage & Pollard, 
1998, p. 3).
The definitions by Harvey, Yorke, and Knight date back to the second 
perspective. According to Harvey, ‘employability is not just about getting a job. 
Conversely, just because a student is on a vocational course does not mean 
that somehow employability is automatic. Employability is more than about 
developing attributes, techniques or experience just to enable a student to get 
a job, or to progress within a current career. It is about learning and the em-
phasis is less on “employ” and more on “ability”. In essence, the emphasis is 
on developing critical, reflective abilities, to empower and enhance the learner’ 
(Harvey, 2003, p. 1). According to the definition of Yorke and Knight, the con-
cept of employability refers to ‘a set of achievements – skills, understandings 
and personal attributes – that make graduates more likely to gain employment 
and be successful in their chosen occupations, which benefits themselves, the 
workforce, the community and the economy’ (Yorke & Knight, 2006, p. 8). 
Commenting on those definitions, Boffo et al. state that ‘the definitions of 
Harvey on the one hand and Yorke and Knight on the other hand introduce 
educational-pedagogical elements and extend the concept until it becomes the 
18
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foundation of innovative ways of considering higher education’ (Boffo et al., 
2017, pp. 163-164). For these reasons, this category has found a place in nu-
merous documents dealing with education policies at the international level. 
In this literature, at least two main types of definition coexist: one known as 
employment-centred and one known as competence-centred. According to the 
first definition, employability is conceivable as ‘a combination of factors which 
enable individuals to progress towards or enter employment, to stay in em-
ployment and to progress during their career’ (European Council, 2010, p. 10). 
According to the second definition, a student or a graduate shows employabili-
ty for an occupation if the knowledge, abilities, and competences acquired are 
functional to success in that job. 
Policies inspired by an employment-centred definition leave the role of 
higher education institutions rather open, because ‘many different practices at 
universities can increase graduates’ chances of finding employment soon after 
graduation’ (EuCom, EACEA, & Eurydice, 2014, p .64). The policies that focus 
on the development of skills, on the other hand, must instead be confronted 
with real employability skill development processes. Second, Yorke and Knight 





Fig. 2 - USEM Model (Yorke & Knight, 2006, p. 4)
The so-called USEM model was subsequently taken up by Dacre-Pool and 
chapter II: empLoyabILIty: What It Is and What It Is not
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Sewell, who clarified how: (1) knowledge (degree subject knowledge, skills 
and understanding + generic skills), (2) knowledge of experience (work and 
life experiences), (3) strategies (career development learning), and (4) affective 
aspects (emotional intelligence) contribute to supporting a reflective and ‘eval-
uative’ process on oneself, starting with measuring oneself with the challenges 
of the world of work.
 
 Fig. 3 - Elements and processes of employability (Dacre-Pool & Sewell, 2007, p. 280)
Alongside this model, Harvey has formulated a proposal that explains in a 
multifactorial way graduate’s possible trajectories of employability. This model 
identifies a series of essential elements (employability attributes, work expe-
riences, self-promotional skills, willingness to develop) that are developed by 
graduates as a result of the teaching contents and the development opportu-
nities offered by the university, but also from extra-curricular experiences. The 
reflection on these elements is transformed into employability and measured 
against contextual and external factors (employer and market) resulting in dif-
ferent job placement paths.
20
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Fig. 4 - Transition model from university to work (Harvey, Locke, & Morey, 2002, p. 4)
 
Moreover, through identifying the categories of engagement and pedago-
gy, the Harvey model suggests that two fundamental aspects should be con-
sidered:
- the different profiles of the students, and
- the processes and values that define the culture and specific curriculum of 
an institution.
 
Several studies deal with the experimentation of personalized processes 
that accompany students in the transition to the first ‘decent job’ (ILO, 2012, p. 
8). These converge on the idea that the process calls into question the formal, 
non-formal, and informal dimension of learning and link them to a series of 
needs, actions, and experiences that unfold in educational contexts and are still 
closely related to the demands of the professional world.
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Fig. 5 - Emp&Co Model (Boffo, Gioli, Del Gobbo, & Torlone, 2017, p. 170)
 
Even if ‘there is a spectrum of ways in which employability can be devel-
oped through curricula’ (Yorke & Knight, 2006, p. 14), the most frequently used 
learning actions for the development of employability refer to:
- work-based and work-related learning activities integrated into curricular 
courses or offered as extras;
- job placement, internships, and apprenticeship experiences;
- structured reflective activities and counselling on the experiences acquired 
in formal, non-formal, and informal contexts;
- guided exploration activities in professional contexts and meetings with 
employers organised by career services;
- recognition and validation of prior learning activities.
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Tasks for students
Taking into consideration your experience as a student:
1.  identify what your university has made in terms of career development 
activities, services, and experiences, and 
2.  answer the following questions:
- Which of these are also present in the life stories of the professionals 
interviewed, and what value did they have for them? 
- What value could they have in terms of skill development for you? 
CHAPTER III: TRANSVERSAL AND TECHNICAL COMPETENCES
Nicoletta Tomei
Until the end of the 1970s, having a university degree was a sufficient 
condition to stand out from the crowd and enter the world of work in an ad-
vantageous position. With the massification of education, the increased role of 
knowledge in production processes, and the contraction of jobs in many world 
economies, it has become necessary to invest in a broader range of skills to 
ensure greater competitiveness in the labour market.
OECD reminds us that ‘given the rapid pace of change in today’s world, a 
high degree of adaptability is needed for people to grasp life’s many opportu-
nities and address its myriad challenges’ (OECD, 2019, p. 18). And this is par-
ticularly true for students and young graduates trying to enter into the labour 
market for the first time. Important elements in developing adaptability include 
making sure to acquire the right mix of skills, use them effectively, and contin-
uously update them throughout individuals’ lifetimes. Skills, in this perspective, 
are components of broader capability that enables people to act appropriately 
in a context by mobilising internal and external resources. 
According to the European Commission, competences can be defined as a 
combination of knowledge, skills, and attitudes appropriate to the context (Eu-
Com, 2006). Consequently, skills are specific abilities acquired through deliber-
ate, systematic, and sustained effort to carry out complex activities involving ide-
as, things, and people in order to learn, live, and work. This definition highlights 
the possibility to identify at least three kinds of skills: cognitive skills, technical 
skills, and interpersonal skills. Nevertheless, skills are usually divided into two 
sets: hard skills, which can change according to the economic field and specific 
work area in which activities take place, and soft skills, which are generally con-
sidered transversal or common to many different fields and workplaces.
Even if soft skills are usually represented as ‘a dynamic combination of cog-
nitive and metacognitive abilities, interpersonal, intellectual and practical skills 
alongside ethical values’ (Haselberger, Oberhuemer, Perez, Cinque, & Capasso, 
2012, p. 82), referring to soft skills for employability, Harvey, Moon, and Ge-
all (1997) emphasise willingness to learn, self-management skills, adaptability, 
communication skills, team-working, and interpersonal skills. Stephenson and 
Yorke (1998) stress oral communication, workload management, team work-
ing, managerial skills, problem analysis, critical analysis, group problem-solv-
ing, stress resistance, commitment.
Brennan, Johnston, Little, Shah, and Woodley (2001) highlight the impor-
tance of the ability to work independently and under pressure, oral commu-
nication skills, accuracy, attention to details, time management, adaptability, 
team working, taking responsibility and decisions, planning, coordinating, and 
organising. 
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Due to the difficulty in identifying specific attributes that are common at a 
global level, multiple studies in the last decades have tried to do so by taking 
into consideration some megatrends. Among others, the Institute for the Future 
(Davis, Fidler, & Gorbis, 2011) chose six drivers as the most important and rel-
evant to future work skills. According to this landscape, ten competences will 
be critical for success in the workforce.
Fig. 6 - Future work skills according to megatrends (Davis, Fidler, & Gorbis,  2011, pp. 6-7)
 
In the same perspective, the World Economic Forum suggests that, since we 
are at the beginning of a fourth industrial revolution, the need for more talent 
in certain job categories will be accompanied by high skills instability across 
all job categories, making more worthwhile to invest in certain cross-function-
al skills such as critical thinking, complex problem solving, creativity, peo-
ple management, coordination with others, emotional intelligence, judgment 
and decision making, service orientation, negotiation, and cognitive flexibility 
(World Economic Forum, 2016, p. 21). 
Prospective adult educators and lifelong learning professionals should try 
to reflect on those disruptive changes, because they will have a deep impact on 
their professional fields and on the competences they have to develop. While, 
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back in 2010, Research voor Beleid was pleased to present a competence pro-
file of adult education and lifelong learning professionals that enlisted 13 fields 
of activity and 19 key competences, the picture could be now highly different. 
Fig. 7 - Graphic representation of the set of key competences of adult learning professionals 
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Task for students
Based on the  the list below, (1) reflect on the skills and their descriptions 
below and (2) answer the following questions:
- Are those skills relevant in the adult education and lifelong learning sec-
tor in your country?
- Which skills are most important to you?
- In which situation did you develop this skill? Through which activities?
- Is it possible to develop and practice them during your study path?
Skills Description
Analytical thinking Analyse information and use logic to ad-
dress work-related issues and problems
Innovation Use creativity and alternative thinking 
to develop new ideas for and answers to 
work-related problems
Active learning Understand the implications of new infor-
mation for both current and future prob-
lem-solving and decision-making
Learning/teaching strategies Select and use training/teaching methods 
and procedures appropriate for the situa-
tion when learning or teaching new things
Identify the educational needs of others, 
developing formal educational or training 
programmes or classes, and teach or in-
struct others
Critical thinking Use logic and reasoning to identify the 
strengths and weaknesses of alternative 
solutions, conclusions, or approaches to 
problems
Complex problem-solving Identify complex problems and review re-
lated information to develop and evaluate 
options and implement solutions
Leadership Be willing to lead, take charge, and offer 
opinions and direction.
Have an impact on others in the organisa-
tion and display energy and leadership
Emotional intelligence Be sensitive to others‘ needs and feelings, 
be personally connected to others, be 
aware of others‘ reactions, and understand 
why they react as they do
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Monitoring Monitor/assess the performance of oneself, 
other individuals, or organisations to make 
improvements or take corrective action
Teamworking Cooperate with others providing construc-
tive feedback, despite any personal con-
flict between individuals
Relating with multicultural 
groups
Respect cultural differences among groups, 
be tolerant, and avoid cultural, social, and 
religious stereotypes
Communicating (orally and in 
writing) with others
Talk to others to convey information ef-
fectively and communicate effectively in 
writing as appropriate for the needs of the 
audience
Active listening Give full attention to what other people 
are saying, take time to understand the 
points being made, ask questions as ap-
propriate, and avoid interrupting at inap-
propriate times.
Using ICT Retrieve, assess, store, produce, present, 
and exchange information.
Planning, organising, and devel-
oping
Identify and group the work to be per-
formed, define and delegate responsibility 
and authority, and establish relationships 
for the purpose of enabling.
Acting ethically Respect the key moral principles, includ-
ing honesty, fairness, equality, dignity, and 
individual rights.
González & Wagnaar, 2005; World Economic Forum, 2018

CHAPTER IV: TOOLS FOR ENTERING THE LABOUR MARKET
Paula Guimaraes, Natalia Alves
In line with the narrative highlighted before, OECD (2019) reminds us that 
‘technological progress is transforming societies, economies and people’s lives 
as never before […] [T]o thrive in a digital workplace, workers need a broad 
mix of skills – strong cognitive and socio-emotional skills as well as digital 
skills’ (p. 3). The European Commission’s Communication A new skills agenda 
for Europe: Working together to strengthen human capital, employability and 
competitiveness proposes ways to address the skills challenges that Europe is 
currently facing. Employment, education, social inclusion, and poverty reduc-
tion are changing fast through the digitalisation of our society.
Boosting digital skills is one of the priorities not only of the European Com-
mission but also of any country that wants to make the most of digitalisation. 
There is a variety of frameworks through which digital skills are being fostered. 
The European Digital Competence Framework for Citizens, also known as Dig-
Comp, first published in 2013 and updated in early 2015, identifies the key com-
ponents of digital competence in 5 areas, which can be summarised as below:
- Information and data literacy: Focuses on the ability to articulate infor-
mation needs, to locate and retrieve digital data, information, and content; 
to judge the relevance of the source and its content; to store, manage, and 
organise digital data, information, and content.
- Communication and collaboration: Focuses on the ability to interact, 
communicate, and collaborate through digital technologies while being 
aware of cultural and generational diversity; to participate in society throu-
gh public and private digital services and participatory citizenship; to ma-
nage one’s digital identity and reputation.
- Digital content creation: Focuses on the ability to create and edit digital 
content; to improve and integrate information and content into an existing 
body of knowledge while understanding how copyright and licences are 
to be applied; to know how to give understandable instructions for a com-
puter system.
- Safety: Focuses on the ability to protect devices, content, personal data, 
and privacy in digital environments; to protect physical and psychological 
health, and to be aware of digital technologies for social well-being and 
social inclusion; to be aware of the environmental impact of digital techno-
logies and their use.
- Problem solving: Focuses on the ability to identify needs and problems 
and to resolve conceptual problems and problem situations in digital envi-
ronments; to use digital tools to innovate processes and products; to keep 
up-to-date with the digital evolution (Joint Research Group, 2016).
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For students, graduates, and job seekers in general, some abilities in those 
five areas should be essential elements of their assets, especially considering 
that one of the ways in which organisations are applying Internet technology, 
and particularly World Wide Web technology, is as a platform for recruiting and 
testing applicants (Livens & Harris, 2003). 
This awareness should accompany jobseekers during all phases of the job 
search and while preparing each application. Although in fact some traditional 
application tools and processes remain valid, the digitalisation of recruitment 
enhances the relevance of certain elements.
 
- Attraction – The company tries to attract candidates through reports of 
those already working in the company, job advertisements, employer bran-
ding strategies to get spontaneous applications, and social media recruiting 
activities (typically only big companies can outsource the whole process).
- Selection – The best candidate for the company is identified through CV 
screening, interviews, and assessments.
- Onboarding – The employment contract, the classification, the salary le-
vel, any benefits, the procedure for requesting permits and holidays, and 
working hours are proposed to the candidate. 
- Measurement – The process of hiring is evaluated and the candidate’s 
choice is also assessed in terms of return on investment.
The job search is the result of the complex articulation of two main mo-
ments: the moment of reflection on ourselves and the moment of active reflec-
tion on the context in which we are. The first moment encompasses all the 
reflexive practices that allow us to:
- learn to make learning achievements visible to ourselves by collecting evi-
dence and organising that evidence in an effective narrative;
- identify our values, our expectations, and our career goals;
- take actions to achieve them, starting the second stage of the process.
Once we have acquired a certain level of self-awareness, it is easier to iden-
tify the professional sector of our interest, the one that valourises our talents 
because it corresponds to the characteristics that set us apart.
Obviously, once we understand the market sector we want to enter, it is 
necessary to understand the demands that characterise it and to find adequate 
sources of information about the occupational profiles sought and open posi-
tions accessible for us.
In this regard, the INTALL group has produced an online toolkit useful to 
navigate between the different national and international offers.
You can find more information on job vacancies for adult educators in:
https://unjobs.org/themes/adult-education











Once this is done it is important to become familiar with the various oc-
cupational profiles in the sector. In the field of adult education and lifelong 
learning, the most widespread are: 
- coordinator of education and training services;
- educator and trainer;
- instructional designer;
- career manager/counsellor.
COORDINATOR OF EDUCATION AND TRAINING SERVICES
General description
As a coordinator of education and training services, you will be in charge 
of designing, planning, developing, and assessing education and training pro-
grammes.
You will manage teams of other professionals working in education and 
training programmes and coordinate their work.
Jobs may be advertised under different titles such as: programme/project 
manager, adult education manager, education and training manager.
 
Tasks/responsibilities
As a coordinator of educational services, you will need to:
- perform needs analysis and talent development diagnosis;
- design educational and training programmes based on the organisation’s 
and/or adult learners’ needs;
- plan education and training programmes according to needs analyses and 
the established programmes goals;
- monitor the development of education and training programmes;
- evaluate education and training programmes;
- assess adults’ learning;
- devise individual adult learners’ education and training plans;
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- produce education and training materials;
- prepare education and training programme budgets and keep within budget.
 
Qualifications
Adult educators need to work with other professionals. This area of work 
is open to a wide range of graduates (according to the European Qualification 







You need to have the following skills:
- creative and critical thinking;
- ability to adapt to a wide variety of circumstances;
- teamwork;
- team management and coordination, project organisation, planning, and 
implementation, communication, leadership;
- negotiation;
- learning to learn.
Employers
There are opportunities for coordinators of education and training services 
in private and public employment sectors. These include:
- private firms;
- central and local government;
- NGOs;





As an educator/trainer, you will be in charge of planning and delivering 
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sessions in education and training programmes. In addition to your education 
and training skills, you will need to be an expert in one of the two areas: tech-
nical/professional skills and general skills. As an educator/trainer, you must 




As an educator/trainer, you need to:
- prepare and deliver lessons;
- give feedback on adult learners’ progress and development;
- research new topic areas, maintain up-to-date subject knowledge, and pre-
pare new materials;
- select and use different learning resources and equipment;
- support adult learners on an individual basis through academic or perso-
nal difficulties;
- assess adult learners’ knowledge and skills;
- select and implement formal and non-formal activities;
- maintain records of adult learners’ development.
 
Qualifications
As an adult educators, you need to work with other professionals. This 
area of work is open to a wide range of graduates (according to the European 









You need to have the following skills:
- communication;
- listening;
- learning to learn;
- ability to inspire and motivate adult learners;
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- creativity;
- interpersonal and facilitation skills.
Employers
There are opportunities for educators/trainers in education and training 
services in private and public employment sectors. These include:
- private firms;
- central and local government;
- NGOs;





As an instructional designer, you will be in charge of producing learning 
and assessment materials to be used online.
Instructional designers do not have direct contact with learners. They de-
sign, develop, and assess courses and curriculum by creating education and 
training materials and adult learners’ guides.
Tasks/responsibilities
As an instructional designer, you need to:
- create learning activities and course content to be used online;
- work with subject-matter experts and identify adult learners’ education 
and training needs;
- state goals and related content;
- provide exercises and activities that enhance the learning process;
- create supporting material/media (audio, video, simulations, role-plays, ga-
mes, etc.);
- develop learning assessment instruments;
- create adult learners’ guides and education and training manuals.
 
Skills 
As an instructional designer, you need:
- written communication skills;
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- IT skills:
- knowledge of course development software and learning management sy-
stems;




- ability to write instructional texts, audio, and video scripts.
 
Qualifications
Instructional designers need to work with other professionals. This area of 
work is open to a wide range of graduates (according to the European Qualifica-









There are opportunities for instructional designers in education and train-
ing services in private and public employment sectors. These include:
- private firms;
- central and local government;





As a career manager/counselor, you will provide information, advice, and 
guidance to help adults make education and training choices. You also help 
people explore learning from experience.
The help and advice you give will include identifying options for suitable ca-
reers, advising on how to write a good CV and covering letter, assisting with the 
application process, and helping to locate relevant education and training courses.
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Tasks/responsibilities
As a career manager/counselor, you need to:
- interview people one-to-one or in small groups to discuss career or educa-
tion and training options;
- plan career development and support organisations to meet people’s 
needs;
- advise people on how to source relevant education and training courses or 
qualifications and what funding might be available;
- provide advice on CV, applications, job hunting, and interview techniques,
- run small group sessions or larger presentations on all aspects of career 
services and topics related to personal development;
- help people to understand the current job market and education and trai-
ning opportunities more adequately;
- negotiate with other organisations on behalf of people;
- keep up to date with labour market information, legislation, and professio-
nal and academic developments.
 
Skills 
As a career manager/counselor, you need:
- communication, observation, and listening skills;
- ability to motivate and establish trustful relationships with adult learners;
- an empathetic, non-judgmental, and ethical approach;
- teamwork skills;






As a career manager/counselor, you need to work with other profession-
als. This area of work is open to a wide range of graduates (according to the 
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Employers
There are opportunities for career managers/counsellors in education and 
training services in private and public employment sectors. These include:
- private firms;
- central and local government;
- education and training institutions. 
Sources:
LinkedIN (https://www.linkedin.com)
European Qualification Framework   
(https://ec.europa.eu/ploteus/content/descriptors-page) 
When a position pertaining to a specific professional profile is found, it 
will often have this form, and making it easy to crossover between candidates’ 
skills and requirements, and those provided by the employer. In this way, stu-
dents will understand for which positions it makes sense to apply.
If they found good matches, is time to write their CV and cover letter. Pay-
ing attention to the language and keywords in the announcement can guide 
them in drafting their documents.
For a more accurate guide, students can follow the instructions proposed 
by the INTALL group.
How to write a CV?
When preparing your CV, you should be able to:
- find different sources of recruitment;
- choose from different sources of recruitment you found more suitable to 
your interests, knowledge, and skills;
- analyse the content of job announcements by identifying the compulsory 
and preferential requirements and acknowledging the professional activi-
ties, knowledge, and skills required;
- assess critically your knowledge and skills for the job;
- adapt your CV to the job profile.
There are different models for preparing a CV. For detailed information, 
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- https://www.dcu.ie/careers/cv.shtml
How to write a cover letter?
When preparing a cover letter, there are some aspects to be considered for 
being persuasive and convincing. For detailed information, see the following 
link:
- https://www.dcu.ie/careers/cv.shtml
How to prepare for a job interview? 
When preparing for a job interview, you should be able to:
- read carefully the job announcement, your cover letter, and your CV;
- analyse critically your CV, identifying the situations/former jobs in which 
you developed your knowledge and skills;
- deeply analyse the job you apply for and relate the work tasks you will 
have to perform to your knowledge and skills;
- be on time for the job interview.
 
You may also think about answers to possible questions that may be asked 
during a job interview, such as:
- What do you know about this company/organisation?
- Why do you want to work in this company/organisation?
- What are your strengths and weaknesses for the job you are applying for?
- How much do you expect to earn?
- Why do you think you should be selected?
- How will the company/organisation benefit from hiring you?
For detailed information on how to prepare to a job interview, see the 
following link:
- https://www.dcu.ie/careers/interviews.shtml
How to introduce myself on social media such as LinkedIn?
When introducing yourself on social media platforms such as LinkedIn, 
take into account the following aspects:
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- choose a discrete picture of yourself;
- prepare a short but effective introduction about yourself and indicate 
webpages in which other people may find professional activities you were 
or are involved in;
- describe various education, training, and professional experiences you 
have developed throughout life in order to show the learning you hold;
- mention the volunteer, cultural, sports projects/activities you are/have 
been involved in;
- search for and carefully choose persons, organisations, and projects related 
to your professional domain and ask them to join your network;
- be selective when you accept new contacts to join your network;
- identify your most relevant skills and ask key people to endorse you.
 








Last but not least, when students have sent an application, is highly impor-
tant to restart the process from the beginning and evaluate how they identify 
their values, their competences and skills, their strengths and weakness in or-
der to apply, as well as answer the following questions: 
- How did I respond to the demands of my potential employer in terms of 
motivation and emotional investments?
- Was my application short, nice, clear, detailed, and specific to the position?
As a teacher do not hesitate to invite them to use their networks, virtual 
and non-virtual, to reflect again in preparation of their next steps. 
Task for students
Based on what you learned in this chapter:
- register or access on LinkedIn;
- create or update your social media profile, by uploading a new CV;
- use it to apply for positions you have found online or to discuss it with 
your virtual community, if appropriate.

CHAPTER V: THE USE OF E-PORTFOLIOS TO ASSIST 
EMPLOYABILITY
Maria Slowey, Tanya Zubrzycki
The use of portfolios is an important tool that has the ability to enhance 
the different kinds of student’s reflections and preparations that have been 
discussed above.
This section on ePortfolios can help support the learning, employment 
prospects, and career management for students in the adult education and 
learning field.
A portfolio is an ‘organized collection of documents or artifacts that can be used to 
demonstrate knowledge, skills, values, and achievements, which contains a com-
mentary or exegesis to explain the relevance, credibility and coherence of each 
artifact or document, and where necessary provides information about standards 
of performance’ (Cooper & Love, 2007, p. 270).
Technological advances have facilitated the emergence of electronic port-
folios – frequently referred to as ePortfolios. Some potential advantages ePort-
folios may have over paper-based portfolios include: the use of more diverse 
materials; easier navigating and editing; the ability to show how artefacts 
evolve over time; as well as the possibility of inviting feedback from peers and 
teachers (Scully, O’Leary, & Brown, 2018, p. 2). 
In the literature,  the contents of a portfolio are often described as ‘arte-
facts’. The word ‘artefact’ has its origin in the Italian word ‘artefatto’, from Latin 
arte ‘by skill’ (ablative of ars ‘art’) and factum ‘thing made’, (past participle of 
facere ‘to make, do’) (Online Etymology Dictionary, n.d.).
However, what really matters is the learning.
Creating an e-portfolio involves skills essential for 21st century learning – organis-
ing and planning material, giving and receiving feedback, reflecting, selecting, and 
arranging content to communicate with a particular audience in the most effective 
way (JISC, 2019).
ePortfolios differ from CVs in two important ways, as they usually will in-
clude: (1) a reflective element, and (2) a dialogue element (Ravet, 2010).
The desired outcome of ePortfolios is the ‘generation of a useful product 
that serves as comprehensive evidence of the learner’s skills and competences 
and can be shared with others’ (Scully, O’Leary, & Brown, 2018, p. 9).
Depending on the circumstances, ePortfolios can be used in different ways 
and for different purposes:
- as part of an undergraduate or postgraduate module;
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- for assessment;
- to support employability;
- for lifelong learning.
Steps towards generating an ePortfolio
1. Determine the primary goal of the ePortfolio
There are three primary goals which define the audience and hence the 
relevant format, contents, and tools.
- Showcase Portfolio: examples of work/achievements to support em-
ployment applications.
- Assessment Portfolio: for summative assessment or evaluation, to receive a 
grade.
- Learning Portfolio: drafts/unpolished work (Scully, O’Leary, & Brown, 
2018, p. 2).
2. Explore INTALL materials
INTALL materials can be explored for criteria for working in the field of 
adult learning:
- INTALL Employability toolkit: job profiles of adult educators, comprising 
tasks and responsibilities, qualifications, skills, and potential employers;
- Professional stories generated as part of INTALL (see Chapter I);
- INTALL case studies.
3. Review possible tools for building an ePortfolio
A number of tools exist for building ePortfolios. Students should ‘own’ their 
portfolio, which assumes autonomy by choosing: (1) the artefacts to include; 
and (2) the technological platform to create them, which should facilitate, not 
interrupt, the process of portfolio building (Scully, O’Leary, & Brown, 2018). 
However, it is important for the academic staff and students to be aware 
of privacy implications, which must be considered when selecting which tool 
to use. In general, they would be well advised to explore the platform used at 
their ‘home’ university.
For example, a number of universities use a system called Mahara, which 
at the time of writing this Guide is provided to organisations (to be used by 
people in the organisation, e.g. students, lecturers, etc.) at no cost as an open 
source software, under the https://www.gnu.org/licenses/gpl-3.0.html, version 
3 or later. The system is modular in design to maximise flexibility and extensi-
bility. This is the platform used, for example, at Dublin City University, Ireland.
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More details can be found at the link:
- https://mahara.org/view/view.php?id=6.
Other potential tools for ePortfolios can include ePortfolio platforms, con-
tent management systems, blogs, and web publishing sites (Ravet, 2010).
4. Possible sections of an ePortfolio
A useful example of specific sections of a portfolio for students in adult 
education and lifelong learning is from the European Adult Education (Young) 
Professionals Learning Platform (EAEA, 2017). The topics suggested below par-




- Table of contents
- Profile/interests (students intro-
ducing themselves)
- Values (e.g. statement of tea-
ching philosophy)
2. Professional experience & 
career
- Professional qualifications
- Work experience – Resume
- Samples of work
- Awards and honours
- Letters of reference
- Career summary and goals
- Achievements
  3. Education & training
- Educational qualifications (e.g. 




- Scientific publications and/or arti-
cles
- Professional networking




- Relevant travel, cultures, hobbies, 
etc.
5. Building an ePortfolio repository
There are four main stages in building the evidence for an ePortfolio.
a)  Collect evidence of learning, knowledge, skills, and competences;
b)  Select relevant evidence against known standards;
c)  Reflect on the reasons for choosing certain artefacts and on strengths and 
weaknesses;
d)  Connect with the audience and peers for feedback (adapted from Ravet, 
2010, p. 57).
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Each of these four parts are considered in more detail below.
a)  Collect artefacts
The first stage involves students collecting artefacts representing evidence 
of their learning, knowledge, skills, and competences.
Examples of artefacts include:




- links to relevant social networks,
- writing samples,
- photographs and videos documenting accomplishments,
- teachers’ evaluations of performance in a given area,
- skills and competences 
(Ravet, 2010, p. 56; Scully, O’Leary, & Brown, 2018, p. 2)
Cross-checking with the INTALL profiles of adult educators can facilitate 
selection of most relevant artefacts, particularly for skills and competences.
The ePortfolio gives students an opportunity to describe skills they have 
acquired as part of the learning process, professional or extra-curricular activ-
ities. Students can reflect on where, when, and in what context they have de-
veloped these skills. INTALL profiles of adult educators provide further details 












- Relating with multicultural groups
- Communicating with others (oral-
ly and in writing)
- Active listening
- Planning and organising
- Acting ethically
b)  Select relevant evidence against known standards
Evaluate critically all the evidence and artefacts and select those that are 
relevant for desired career paths and those that demonstrate impact in the 
student’s field of adult learning. Cross-checking with INTALL materials such 
as adult educator profiles can facilitate selection of the most relevant artefacts. 
Please refer to ‘Possible sections of an e-Portfolio’ part earlier in this chapter 
for suggested portfolio sections.
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c)  Reflect on the choice of artefacts
Reflect on the reasons for choosing certain artefacts, as well as on their 
strengths and weaknesses. True reflection should evidence deep learning; with 
learners analysing the skills they have learned from a particular exercise, linking 
these to other aspects of their studies, and identifying how they may use the 
skills ‘for a lifetime, professionally, personally and civically’ (Jenson, 2011, p. 52).
There are a number of models for reflective thinking and writing. The Dub-
lin City University (DCU) Reflective Writing Guide can be used as a resource to 
assist students in this process, as it lists a number of approaches for students to 
select the one that makes sense to them personally (please see link under ‘Oth-
er Resources’ in the References list). According to the DCU Guide, reflective 
thinking and writing as part of an ePortfolio involves exploring and explaining 
events rather than simply describing them.
There are many models that may guide students’ reflective thinking. The 
DCU Guide lists several such approaches for students to select the one that 
makes sense to them personally. One such approach is a reflective cycle by 
Gibbs (1988) shown in Figure 8.
 Fig. 8 - Reflective cycle by Gibbs (Adapted from Gibbs, 1988)
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d)  Connect with audience and peers for feedback
Engaging in a dialogue about the ePortfolio is considered to be another 
distinctive feature for student portfolios. Various platforms may have a feature 
allowing students to discuss and receive feedback about their ePortfolio from 
their teachers, peers, colleagues, and others. This can be done, for example, by 
sending a link to a particular portfolio they would like feedback on. 
The benefits of this dialogical approach described in the literature include 
the opportunity to:
- receive friendly advice on how to improve their ePortfolio(s);
- reflect upon receiving feedback and make any needed changes (see sec-
tion ‘Reflect on the choice of artfacts’ above).
 
6. Share and network with ePortfolios (groups, potential employers, etc.)
Where a student intends to use their ePortfolio to support employability, 
it is important that they understand they have control over who gets access to 
what part of their ePortfolio. So, for example, in relation to employment they 
will need to ensure that the evidence relates to their knowledge and skills they 
have acquired which are relevant to the position in question.
Overall, the matter of data protection and privacy should be taken very 
seriously. The issues of privacy, and of who will have access to student’s ePort-
folio should be decided upon at the start of the process. Please be aware that 
if students share information on the internet, it may not be easily removed 
and they may not have the full control in regards to who sees, copies, shares 
or edits it. For this reason, the ePortfolio structure described above is only a 
suggestion, and students are advised to use caution in all matters pertaining to 
their and other people’s personal data, and to aim for an appropriate balance 
between sharing information about their knowledge and skills on the one hand 
and retaining full control over their ePortfolio on the other hand. When stu-
dents build their profile, they should consider every single piece of information 
not only as to whether it makes a good impression but also if it is safe to share. 
Wishing you all the best in supporting students in finding a job in the adult 
learning field through ePortfolio, we remind you that if students compose a 
good one it will be easier for them to:
- give visibility to what they have already done;
- define their goals;
- identify competences and skills; 
- evaluate individually and collectively their learning process or job rese-
arch. 
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Task for students
Select three examples of artefacts which provide evidence of your learn-
ing – for example, personal statements and visual materials (photographs 
and videos) which document your accomplishments – and try to answer the 
following questions:
- Describe the artefact you have selected
- Why did you decide to select it for an ePortfolio?
- Describe the learning you gained (knowledge and skills)
- How do you feel about the experience?
- What would you do differently?

CHAPTER VI: FROM EMPLOYABILITY TO ENTREPRENEURSHIP
Nicoletta Tomei
The subject of entrepreneurship education has long been debated in the 
educational field. Some positions are strongly criticised for an allegedly exces-
sive economic shift in education, understood above all as the result of a posi-
tion of interest to certain groups (Terzaroli, 2018). However, for students and 
graduates seeking to enter the labour market, reflecting on this concept could 
be very important.
Common sense and ordinary language suggest that entrepreneurship is 
the activity of setting up a business or businesses, taking financial risks in the 
hope of profit. In this perspective, it requires individuals to have attitudes and 
specific competences in economic, managerial, and financial areas as well as 
certain soft skills such as communication and negotiation. 
Nevertheless, specialised literature in different fields conceives entrepre-
neurship not only as an activity but also as a competence, broadening the 
meaning of this concept. According to the European Council definition, entre-
preneurship competence ‘refers to the capacity to act upon opportunities and 
ideas, and to transform them into values for others. It is founded upon creativi-
ty, critical thinking and problem solving, taking initiative and perseverance and 
the ability to work collaboratively in order to plan and manage projects that 
are of cultural, social or financial value’ (European Council, 2018, annex p. 11).
There are three main points to this definition. First, it puts the creation of 
value – not profit – at the centre of the entrepreneur’s actions. Second, it is not 
only the self that benefits from this value but also others. Third, entrepreneur-
ship as a competence is linked to a vast array of other competences and skills 
only partially related to economic, managerial, and financial aspects. 
Like all the other competences, entrepreneurship is not only a natural 
quality of a person but something we can be educated about, something that 
we can and should develop. From an educational point of view, entrepreneur-
ship is important indeed because it starts with the ability to get involved in 
situations, approaching them in a creative, critical, and resolute way, and ends 
with the ability to innovate environments, making an active contribution and 
responding to emerging needs (Boffo, 2018). As we tried to show in chapter 1, 
communication with and action within the world is only possible if the subject 
is open to changing their own story through other people, learning from them, 
and gaining through their contribution a fuller awareness of the turns they can 
and want to take in order to become themselves, transforming possibilities and 
constraints into personal and professional opportunities. 
For these reasons, the encounter between education and entrepreneurship 
can be read through the idea that developing entrepreneurship is a way to 
foster skills for life, which enable individuals not to succumb to the ‘new’ that 
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overwhelms those unable to adapt (Bollas, 2018). To emphasise this aspect, 
the Quality Assurance Agency for Higher Education of the United Kingdom 
uses the term ‘enterprise education’ when referring to training actions aimed 
at developing the capacity for idea generation. From this point of view, entre-
preneurship education properly named coincides only with actions aimed at 
providing knowledge, skills, and attitudes to apply entrepreneurship in a real 
context by creating a new business (QAA, 2012, p. 2). Understood this way, 
the concept of entrepreneurship loses much of the conceptual extent that we 
embrace, which is why some authors propose to use different terms to under-
line the internal, subjective, and personal dimension of learning in the process 
of developing the entrepreneurship skill without losing the dimension more 
linked to the ability to produce value for others. This applies to terms such 
as ‘entrepreneurial education’ (Erkkilä, 2000) and ‘entrepreneurial learning’, 
(Lackéus, 2015) which can, in any case, be reabsorbed into what entrepreneur-
ship education is understood to mean in the US literature.
With respect to the paths of entrepreneurial education analysed in the 
scientific literature, some authors argue that since it may take quite long to de-
velop a value-creating entrepreneurial mindset applicable to all walks of life, it 
is very important to start early to experiment with entrepreneurship education 
in the contexts of formal education. Accordingly, Gibb (2008) proposes that 
entrepreneurship education embedded into the educational system should be 
‘child-centred in primary education, subject-centred in secondary education, 
vocational-centred in further education and discipline-centred at university’ (p. 
22). Progression models such this one have been discussed by Lackéus (2015), 
who presents a unified progression model of certain interests.
Fig. 9 - Unified progression model for entrepreneurship education (Lackéus, 2015, p. 25).
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As you can see, at the end of the three steps, only some individuals actu-
ally become entrepreneurs; most acquire an entrepreneurial mindset capable 
of enhancing skill-based value-creation. The model also introduces an effective 
distinction between:
- education about entrepreneurship, which adds specific knowledge in 
terms of language and concepts about an ongoing entrepreneurial process;
- education for entrepreneurship, which develops an occupationally oriented 
approach aiming at giving budding entrepreneurs the necessary knowled-
ge and skills to become entrepreneurs; and 
- education through entrepreneurship, which encompasses and goes beyond 
the previous two, connecting entrepreneurial characteristics, processes, 
and experiences to the core of other subjects in general education. 
Concerning the activities and tasks enabling this progression, Lackéus con-
fers high responsibility on those who lead the educational process, suggesting 
that ‘teachers should give their students assignments to create value (preferably 
innovative) to external stakeholders based on problems and/or opportunities 
the students identify through an iterative process they own themselves and 
take full responsibility for. Such assignments lead to repeated interactions with 
the outside world, which triggers uncertainty, ambiguity and confusion. This 
should be regarded as a positive outcome and a source of deep learning. To 
alleviate the levels of difficulty and uncertainty such an assignment can result 
in, a team-work approach should be applied giving the students access to 
increased creative ability and peer learning opportunities. Sufficient time al-
lowing for establishing fruitful relationships with external stakeholders should 
also be given to the students [...]. Robust advice on how to manage the value 
creation process should be given to the students.’ (2015, pp. 26-27)
The kind of learning opportunities presented above seem to recreate quite 
perfectly the learning opportunities that are in front of students and graduate 
job seekers. In fact, career services often repeatedly provide the opportunity 
to meet and discover the labour market and its ambiguities, counting on peers 
and expert counseling. Value creation assignments in this case have to be seen 
in the development of skills for employability and have to be assessed conse-
quently, even if Lackéus prevents us from doing so with too evasive definitions 
of the related skills.
As the terminological debate on entrepreneurship education has shown, 
the reason why related skills definitions tend to remain evasive lies in the fact 
that it is not easy to build consensus around a common understanding of them. 
For that reason, numerous organisations have tried to define a comprehensive 
framework to enable public authorities and private actors to improve their 
guidance, training, and mentoring services for young people and job seekers 
and at the same time encourage an entrepreneurial mindset among citizens.
Despite the vibrant interest in entrepreneurial capacity building, the lack 
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of comprehensive learning outcomes for entrepreneurship education is identi-
fied by Eurydice (2016) as one of the main hindrances to the development of 
entrepreneurial learning in Europe and beyond. For this reason, the Joint Re-
search Centre ( JRC) of the European Commission, on behalf of the Directorate 
General for Employment, Social Affairs and Inclusion (DG EMPL), developed 
a competence framework aiming at European citizens and organisations. The 
roots of this work go back to 2006, when the European Union proposed eight 
key competences for lifelong learning, one of which was a ‘sense of initiative 
and entrepreneurship’. The Entrepreneurship Competence Framework, also 
known as EntreComp, after an intensive process of research and stakeholder 
consultations, defines 3 competence areas, a list of 15 competences, 442 learn-
ing outcomes, and 8 proficiency levels. 
Fig. 10 - The EntreComp wheel: 3 competence areas and 15 competences (McCallum, Wiecht, 
McMullan, & Price, 2018, p. 14).
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Task for students
Based on the following competences and their descriptors, reflect on 
your entrepreneurship and identify:
- competences you possess;
- competences you consider useful to enter and progress in your professio-
nal sector.
Competence Descriptors
Spotting opportunities Identify and seize opportunities to create value by 
exploring the social, cultural, and economic land-
scape.
Identify needs and challenges to be met.
Establish new connections and bring together scat-
tered elements of the landscape to create opportu-
nities to create value.
Creativity
Develop multiple ideas and opportunities to create 
value, including better solutions to existing and new 
challenges. Explore and experiment with innovative 
approaches. Combine knowledge and resources to 
achieve valuable effects.
Vision Imagine the future. Develop a vision to turn ideas 
into action. Visualise future scenarios to help guide 
effort and action.
Valuing ideas Define what value means in social, cultural, and eco-
nomic terms. Recognise the potential of an idea for 
creating value and identify suitable ways of making 
the most out of it.
Ethical and sustainable 
thinking
Assess the consequences of ideas that bring value 
and the effect of entrepreneurial action on the tar-
get community, the market, society, and the environ-
ment. Reflect on how sustainable long-term social, 
cultural, and economic goals are, and the course of 
action chosen. Act responsibly.
Self-awareness and 
self-efficacy
Reflect on your needs, aspirations, and wishes in 
the short, medium, and long term identify and as-
sess your individual and your group’s strengths and 
weaknesses.
Believe in your ability to influence the course of 
events, despite uncertainty, setbacks, and temporary 
failures.
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Motivation and perse-
verance
Be determined to turn ideas into action and satisfy 
your need to achieve. Be prepared to be patient and 
keep trying to achieve your long-term individual or 
group aims. Be resilient under pressure, adversity, 
and temporary failure.
Financial and economic 
literacy
Estimate the cost of turning an idea into a value-cre-
ating activity. Plan, put in place, and evaluate finan-
cial decisions over time. Manage financing to make 
sure your value-creating activity can last in the long 
run.
Mobilising others Inspire and enthuse relevant stakeholders. Get 
the support needed to achieve valuable outcomes. 
Demonstrate effective communication, persuasion, 
negotiation, and leadership.
Taking the initiative Initiate processes that create value. Take up chal-
lenges.
Act and work independently to achieve goals, stick 
to intentions, and carry out planned tasks.
Planning and manage-
ment
Set long-, medium-, and short-term goals. Define pri-
orities and action plans. Adapt to unforeseen chang-
es.
Coping with uncertain-
ty, ambiguity, and risk
Make decisions when the result of that decision is 
uncertain, when the information available is par-
tial or ambiguous, or when there is a risk of un-
intended outcomes. Within the value-creating pro-
cess, include structured ways of testing ideas and 
prototypes at early stages to reduce risks of failing. 
Handle fast-moving situations promptly and flexibly.
Working with others Work together with others to develop ideas and turn 
them into action. Network. Solve conflicts and face 
up to competition positively when necessary.
Learning through expe-
rience
Use any initiative for value creation as a learning 
opportunity. Learn with others, including peers and 
mentors. Reflect and learn from both success and 
failure (your own and other people’s).
Gonzáles & Wagnaar, 2005; World Economic Forum, 2018
CONCLUSION
Vanna Boffo, Nicoletta Tomei
At the end of this Guide we would like to briefly discuss the future hori-
zons by highlighting some key issues that would benefit from further research 
in order to re-think the role of adult learning and education in facilitating the 
transition to work for students in this field. 
The centrality of work is a good reason to consider the need to rethink 
education reflecting the interest in work-related teaching. Building a bridge 
from the academia to the labour market calls for more than a training offer 
where the experience of learning is central. In this sense, we can underline the 
importance of the internship and the laboratories as a format that fulfills the 
need to build a continuous reference to action. In Europe, the adult learning 
and education professional paths are increasingly placed outside the teaching 
context. In this perspective, it is necessary to reflect more on the meaning of 
work-integrated learning. This can enable students to understand the labour 
markets from an insider perspective where they have the opportunity to visu-
alize, forecast and invent the work. 
In this Guide, we started a discussion on the connection between theory 
and practices. We tried also to indicate where and how theory should lead 
practice. We put young adults, our students, at the centre of our efforts in order 
to create the best conditions for an effective guidance process managed by the 
academic staff. Self-care as a result of effective learning and guidance processes 
is central today for all young adults but especially for the ones who aspire to 
care for other humans and their development. A reflection on work as a self-
care activity for the care of the other is more important than ever. Migrants, 
people with relatively lower skill levels, trainers of trainers, mentors, human 
resource managers, people who provide and receive care: for all of them work 
can be a guide for their knowledge, a guide for their learning paths towards 
higher education.
Directing young adults to learn how to look for work, how to work and 
how to create work means enlarging citizenship. Knowledge is what makes 
people able to move forward. European citizenship and World citizenship are 
strongly linked to the spread of culture and knowledge. Adult learning and ed-
ucation have to contribute to the spreading the culture of training and learning 
as a transformative act of the existing. Our Guide invites to provide all students 
who deal with adult learning and education with the tools facilitating their abil-
ity to be citizens of the world such as transversal skills, reflexivity, flexibility, 
critical thinking, and proactivity.
The last point we would like to make for the future reflection is the idea 
that work is a valued creation in terms of autonomy, responsibility, ability to 
read through contexts, and to connect. Value is also the ethical aspect of ed-
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ucational action in terms of communication and openness with one another. 
We could not speak about the value without acknowledging the aggregating 
potential of work and education that builds the adult community. This commit-
ment to reflect on the value of work for the education has provided a backdrop 
for  this Guide. It aimed to convey a path to build value for the world of the 
future, wherever graduating adult educators will find themselves.
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